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ABSTRACT
The aim of this chapter is to introduce the main features of the Finnish educa-
tional system and how they are related to teachers’ work. The chapter describes
teachers’ professional autonomy and responsibilities in the Finnish schools.
Many cornerstones, such as equity, for example, have remained principle to or-
ganizing education and schooling, but multiple societal changes and changing
conceptions of teaching learning and knowledge set new demands for teachers.
Currently, the Finnish educational system is in the middle of significant reforms
at all levels of education that bring many demands to teachers’ pre- and in-ser-
vice training. This chapter summarizes the key elements of the reforms and re-
flects on how teachers and schools could be supported in the midst of these re-
forms and how they could become learning communities both for students and
teachers.
 Keywords: teacher’s professional autonomy, responsibility, educational re-
forms, schools as learning communities
THE CONTEXT OF TEACHERS’ WORK IN FINLAND
A purposeful policy aimed at equity, a high level of education for all, and ex-
cellent teachers has been identified as the main reason for Finnish educational
success (Laukkanen, 2007; Niemi, 2014; Sahlberg, 2011). Niemi and
Isopahkala-Bouret (2012) summarized the major features of the Finnish educa-
tion system that influence teachers’ work. Their analysis reveals that Finnish
education policy has four main principles that guide all the activities throughout
the education system. These principles are equity, high-quality education to all
learners, flexible educational structures, and life-long learning integrated into
all levels of education.
 Equity in education is a constitutional right that means providing equal op-
portunities to every learner regardless of their social, ethnic, and economic back-
grounds (Finnish National Agency for Education [FNAE], 2017). According to
this policy, students should have equal opportunities to learn; thus, education,
including books, meals, and health care, is free to all students during basic edu-
cation (Laukkanen, 2008; Sahlberg, 2011; Niemi, Toom, & Kallioniemi, 2016).
After basic education, students have multiple possibilities for further education,
for example, in upper secondary or vocational education, and then in polytech-
nic or university education. This is also provided freely to them.
High-quality education for all with special needs support is necessary. The
basic education system is based on a strong inclusive ideology and support strat-
egies for different learners. The main principle is that learners should be sup-
ported as early as possible in order to overcome learning difficulties. Teachers
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need expertise in recognizing students’ needs for special support. If the standard
aids given to all students are concluded to be insufficient based on multi-profes-
sionally conducted pedagogical assessments, intensified support is organized
according to an individual learning plan (Vainikainen, 2014). Students are
moved into special classes or schools only in extreme cases; usually, they are
provided with support within their own classes. Every teacher is responsible for
identifying a student’s needs and making plans for that student’s growth. This
often happens in collaboration with special needs teachers, social workers,
nurses, and school psychologists.
Flexible educational structures allow learners to continue their educations,
even in cases of failure. The entire student population completes nine years of
basic education, and the educational system provides different routes for com-
pleting secondary education. After compulsory basic education, graduates opt
for general or vocational upper-secondary education. Both forms usually take
three years and give eligibility for higher education. Vocational education and
training is popular in Finland; almost 50 percent of the relevant age group starts
vocational upper-secondary studies immediately after basic education. The big-
gest fields are technology, communications, transport, social services, health,
and sports. Therefore, upper-secondary education and training has a dual struc-
ture, but both routes lead to higher education.
Lifelong learning is integrated into all levels of the system, from early edu-
cation to adult education. The aim of each level of the educational system is to
prepare students to continue their studies. Students must be ready to continue
studying at the next level of education, so schools are expected to support learn-
ers’ personal growth (Niemi & Isopahkala-Bouret, 2012). In basic education
(grades 1–9), there is no streaming or tracking. Teaching happens in mixed-
ability groups, so teachers must take care of different learners and identify which
kinds of special support students need. They must make a great number of ped-
agogical decisions every day, and they communicate about students’ learning
problems with parents, special needs teachers, social workers, and nurses.
Teachers must also act as partners in multi-professional groups for students’
wellbeing. They are responsible for much more than simply providing teaching
content.
 The general objective of Finnish non-selective 9-year basic education (pri-
mary and lower-secondary school, or pupils between 7 and 16 years) is to sup-
port pupils’ growth toward humanity and ethically responsible membership in
society and to provide them with the knowledge and skills needed in life. More-
over, the instruction aims to promote equality in society and the students' abili-
ties to participate in education and to otherwise develop themselves during their
lives (Basic Education Act 628/1998). The Finnish day-care and pre-primary
educations are based on an integrated approach to care, education, and teaching,
the so-called “educare” model. Learning through play is essential. Pre-primary
education is systematic education and is provided in the year preceding the start
of compulsory education.
FINNISH TEACHERS BETWEEN AUTONOMY AND RESPONSIBILITY
The Finnish National Agency of Education (FNAE) is responsible for the im-
plementation of the national education policy by preparing a national framework
curriculum. The core curriculum (e.g., FNBE, 2004, 2014) discusses values,
learning, learning environments, and general goals and aims, such as learning
the twenty-first-century competences (Vahtivuori-Hänninen et al., 2014). Fur-
thermore, it describes the general aims and subject-specific objectives. The aims
and objectives describe the core competences to be learned in each subject, as
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well as cross-curricular themes. The curriculum lists basic concepts in each sub-
ject, but the list is just a suggestion, not obligatory. Therefore, the aims and
objectives are the most central aspects of the curriculum—there is no traditional
syllabus. However, local education providers—the municipalities—have broad
autonomy. They are responsible, along with teachers, for planning local curric-
ula, organizing assessment and grading, and using these data to evaluate how
well the goals in the curriculum have been met. The role of a principal or a head
teacher is important in school development and, moreover, in the implementa-
tion of educational policy at the local level (Lavonen, 2007).
A productive, flexible interaction exists between partners at the national, mu-
nicipal, and school levels. Local partners, such as parents and other stakehold-
ers, are invited to contribute. This long-term process has a central role in school
improvement and development. According to the PISA 2012 School Question-
naire (OECD, 2012), 62 percent of the participating schools in Finland reported
that a principal and the teachers were responsible for curriculum policy. The
corresponding percentages were 68 percent in Australia, 48 percent in Singa-
pore, 47 percent in Canada, 44 percent in the United States, and 28 percent in
Shanghai. Preparing the local curriculum has a central role in school improve-
ment and development.
 A unique characteristic of Finnish education is its culture of trust (Toom &
Husu, 2012; Halinen, Niemi, & Toom, 2016). Education authorities and na-
tional-level education policymakers trust professional teachers, who know, to-
gether with principals, headmasters, and parents, how to provide the best edu-
cation for children and adolescents in a certain district. Schools and teachers
have been responsible for choosing learning materials and teaching methods
since the beginning of the 1990s, when the national-level inspection of learning
materials was terminated. Moreover, there have been no national or local school
inspectors since the late 1980s. Teachers are valued as professionals in curricu-
lum development, teaching, and assessment at all levels (FNBE, 2004, 2014).
 The teaching profession in Finland has always enjoyed great public respect
and appreciation (Simola, 2005). Parents also trust the school, its teachers, and
the quality of the work it undertakes, as recognized in the PISA 2012 school
questionnaire data (OECD, 2012). According to this data, only 4 percent of
Finnish schools reported being subject to constant pressure from parents. The
corresponding percentages were 60 percent in Singapore, 36 percent in Aus-
tralia, 35 percent in the United States, 32 percent in Canada, and 20 percent in
Shanghai (OECD, 2013).
 The Finnish education evaluation system has been described as enhance-
ment/improvement-led evaluation (Kumpulainen & Laukkanen, 2012; Niemi &
Lavonen, 2012). Evaluation is performed for the sake of improvement, not rank-
ing. The teachers’ work is not determined by high-stakes testing or outside con-
trol. In Finland, there is no standardized testing. The evaluation system aims to
determine which kinds of improvements are needed for better learning out-
comes, and local education providers (municipalities) are responsible for the
quality of educational services and assessment methods.
 Finland has had a long-standing policy of teacher-conducted assessment, and
teachers are considered to be at the core of assessment by implementing and
mediating assessment procedures (cf. Kumpulainen & Lankinen, 2012). This
internal, teacher-conducted assessment policy also supports teachers in modify-
ing their classroom practices. The focus on internal assessment is also seen in
the PISA 2012 School Questionnaire (OECD, 2013b): 70 percent of Finnish
teachers feel that student assessment is their responsibility. The corresponding
percentages were 70 percent in Australia, 58 percent in Canada, 49 percent in
Singapore; 40 percent in the United States, and 33 percent in Shanghai. This
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internal assessment and Finnish teachers’ autonomous role in assessment are
supported by the Finnish education policy and context. According to Krzywacki,
Koistinen, and Lavonen (2012), the autonomous role of teachers influences the
way assessment is integrated as part of teaching and learning in Finnish class-
rooms: teacher-conducted assessments are improving teaching and learning in-
side the classroom, not producing school rankings and ensuring adherence to a
standardized syllabus.
 Teachers also use enhancement-led evaluation in student learning. This
means that formative evaluation methods are used to decide how to support var-
ious learners. Toom and Husu (2012) write: “Added to this, the task of assess-
ment is to help pupils form a realistic image of their learning and develop-
ment.” It is also stated that pupil assessment forms a whole, in which on-
going feedback from the teacher plays an important part. With the help of
assessment, the teacher guides the pupils in becoming aware of their thinking
and actions and helps them understand what they are learning.
WHAT IS CHANGING AND WHAT IS LASTING?
The Finnish education system allows teachers a great deal of professional free-
dom, but it also makes the profession very demanding. From 2014 to 2016, it
has had significant national core curriculum reforms for both basic education
and high schools. These reforms aim at strengthening students’ twenty-first-cen-
tury skills and providing life-skills to all learners. These reforms have conse-
quences for the teachers’ role, and new practices should be integrated with the
leading principles of the education system.
 New national core curriculum for pre- and primary education was accepted
in 2014, and schools started with their local curricula in August 2016. The early
education core guidelines were accepted in 2016. Upper-secondary schools
(high schools) also have new principles of teaching and learning. Learning is
defined in the new core curricula (NCCBE, 2014) as a goal-oriented behavior
based on the student's prior knowledge, skills, feelings, and experiences (Vitikka
et al., 2016). The student is an active player (or agent) who learns how to set
goals and solve problems both independently and with others. In addition to
learning, the student learns to reflect on the learning processes, experiences, and
emotions and at the same time develops new knowledge and skills. At its best,
learning awakens positive emotional experiences and the joy of learning and is
a creative activity that will inspire the development of their own expertise.
Learning is an integral part of an individual's comprehensive life-long growth
and provides building material for a good life. The learning principles are fo-
cused on twenty-first-century skills and students’ active learning. Collaborative
methods are also emphasized. The aim is that dialogical and interactive ways of
working promote the involvement and participation of students.
 The new core curriculum for basic education contains some changes that
might have given rise to the misunderstanding of abolishing separate school
subjects in international discussion. The national core curricula are still subject
based, but in order to meet the challenges of the future, the focus is on transver-
sal (generic) competences and work across school subjects. Collaborative class-
room practices, where pupils may work with several teachers simultaneously
during periods of phenomenon-based project studies, are emphasized. The pu-
pils should participate each year in at least one such multidisciplinary learning
module. These modules are designed and implemented locally. The core curric-
ulum also states that the pupils should be involved in the planning.
 The key aim of the new curricula is guiding students to have transversal com-
petences (T1–T7), which have been defined for 7 areas:
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– T1 Thinking and learning to learn: Students should learn to make observa-
tions and seek, evaluate, edit, produce, and share information and ideas.
They are encouraged to face unclear and conflicting information and also
to seek innovative answers. Playful, gamified learning, physical activities,
and experimental approaches are recommended to use in teaching and
learning.
– T2 Cultural competence, interaction, and self-expression: Students are
growing up in a world where cultural linguistic, religious, and philosoph-
ical diversity is part of life. It is important that they learn a respect for
human rights. They also are expected to learn how to communicate, mod-
ify, and create culture. They should be familiar with their culture and tra-
ditions and understand their significance for wellbeing.
– T3 Taking care of oneself and managing daily life: School should promote
health, safety, and human relationships and help students in areas of mo-
bility and transport. Students act in the technologically intensive daily life
and need to learn how to manage personal finance and consumption and
take care of their own and other people’s lives.
– T4 Multiliteracy: Students need the competence to interpret, produce, and
make value judgements across a variety of different texts. They should
learn to interpret the world around themselves and to perceive its cultural
diversity.
– T5 ICT Competence: Technological skills are important civic skills. ICT
skills are part of multiliteracy. This competence area also includes respon-
sibility in using ICT, skills for information management and creative
work, as well as skills for interaction and networking
– T6 Working life competence and entrepreneurship: Students need positive
attitudes toward work and working life, and they should understand the
significance of the competences acquired in school and in leisure time for
their future careers. They need also collaboration with actors outside the
school.
– T7 Participation, involvements, and building a sustainable future: Students
take part in planning, implementing, assessing, and evaluating their own
learning, joint school work, and the learning environments. The main aim
is that they learn to work together and that school leads them toward de-
mocracy, decision-making, and responsibility. The task of the school is to
guide students to become aware of the significance of their choices, ways
of living, and actions, not only for themselves, but also for their local en-
vironment, society, nature, and promoting a sustainable future.
These aims rest many responsibilities on teachers to support students in life.
Teachers’ work is not only limited to classrooms; their responsibilities cover
working in networks and with many societal partners. According to the new
curriculum framework, it is extremely important that the learning environments
reflect that children are living in a complex and globalized world that is filled
with and modified by different digital tools (ICTs), media services, and games.
It emphasizes that the competences enable students to grow as active members
of society. Moreover, it emphasizes that students should be guided and encour-
aged toward the independent, critical search and use of information.
TEACHER EDUCATION IN FINLAND FOR THE FUTURE
There is a long tradition in Finland to educate primary and secondary school
teachers at universities in 5-year master’s level programs. In fact, there has been
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a 40-year tradition of educating primary/elementary teachers (Grades 1–6) and
a tradition of more than 100 years of educating secondary teachers (Grades 7–
12) in master-level programs at universities. Primary teachers teach almost all
the subjects at the primary level, whereas secondary teachers typically teach two
subjects in the lower- and upper-secondary schools (Jakku-Sihvonen & Niemi,
2006).
 Primary teachers are educated in the Faculties of Education in eight univer-
sities. Secondary teacher education is organized in cooperation between the Fac-
ulty of the specific discipline and the Faculty of Education. Secondary student
teachers take a major and a minor in the subjects they intend to teach, and they
participate in undergraduate courses in the subject department. These courses
help students develop a deep understanding of subject-matter knowledge and
concepts as part of the conceptual framework of the subject (Lavonen et al.,
2007).
 An essential characteristic of primary and secondary teacher education in
Finland is an emphasis on research orientation (Jakku-Sihvonen & Niemi, 2006;
Toom et al., 2010). In research orientation, the student teachers learn how to
consume and produce educational knowledge within their pedagogical studies.
Students consume educational, research-based knowledge when they combine
theory and experience or interpret situations during their teaching practices. Stu-
dent teachers experience the research studies and theses as well as teaching
practicum highly relevant for their future work as teachers, since during these
studies they are challenged to utilize the theoretical knowledge and understand-
ing in the challenges related to teaching and learning (cf. Saariaho et al., 2015;
Niemi & Nevgi, 2014; Toom, 2010). This type of knowledge is needed at the
local-level broad planning of teaching and in the development of teaching and
school operations, as well as in the assessment of teaching and learning.
 The core in both primary and secondary teacher education is pedagogical
studies. During their pedagogical studies, students are encouraged to combine
educational theories, subject knowledge, and their personal histories. Students’
subject knowledge, knowledge about teaching, and learning in specific subjects
and school practices are integrated into their own personal pedagogical views.
According to the curriculum, students should, for example, be aware of the dif-
ferent dimensions of the teaching profession (social, philosophical, psychologi-
cal, sociological, and historical bases of education), be able to reflect broadly on
their own personal pedagogical view or assumptions on their own work, and
have the potential for lifelong professional development.
 Today, teacher education is one of the most attractive training programs at
the universities. For example, at the University of Helsinki, only 5 percent of
the applicants are accepted to the program. In the neighboring countries of Swe-
den and Norway, teacher education is among the last choices of prospective stu-
dents! There are several reasons why teacher education is attractive in Finland
(Lavonen, 2016): teachers have been educated in 5-year master’s-level pro-
grams at traditional universities over the last 40 years; teachers are considered
academic professionals, the same as other university degree holders; school site
operations are supportive of the professionalism of teachers and their collabora-
tion; and the national education policy and its implementation, such as a strong
quality culture and the teachers’ role in the assessment for professionalism of
teachers.
 To respond to the new challenges for schools and teachers’ work, a Finnish
Teacher Education Forum was established by the Ministry of Education in Feb-
ruary 2016, aiming to foster the renewal of teacher education as a part of the
national reform program. The aims of the Teacher Education Forum are to pre-
pare a development program for teachers’ pre- and in-service education (life-
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long professional development), to support the implementation of the program,
and, moreover, to create the conditions for the renewal of Finnish teacher edu-
cation through development projects. The program should describe what kind
of teacher education and continuous professional development are necessary to
ensure that teachers are able to support students in the classroom in learning the
competencies (knowledge, skills, and attitude) needed today, tomorrow, and in
future. The task of the forum was to support teacher education institutes in cre-
ating environments and courses where student teachers have the opportunities
to become familiar with new pedagogy, learning environments, and the digital-
ization of teaching and learning for life-long professional development. The
teacher profession, in a broad sense, includes societal connections, collabora-
tion, interaction, and quality work to support students in learning twenty-first-
century competences.
 In order to overcome the challenges related to teachers’ competences, the
Finnish Teacher Education Forum set holistic competence goals for teachers’
pre- and in-service education and continuous life-long professional develop-
ment. The current forms of the holistic aims are described in Table 1.
Holistic aims for teacher education
A quality teacher should have:
A broad and solid knowledge base
- Subject matter knowledge, pedagogical and pedagogical content
knowledge, contextual knowledge;
- Interaction skills, skills for collaboration in different networks and part-
nerships (experts at school, family, society);
- Knowledge about learning and diversity among learners (special needs,
multicultural backgrounds);
- Competence to act as an autonomous professional who can plan, imple-
ment, and assess his/her own practices and students’ learning;
- Competence to act in various digital (digital skills) and physical (including
out of school) learning environments;
- Professional ideology, including a shared understanding of professional
values and ethics codes (ethical conduct toward (i) students, (ii) practices
and performance, (iii) professional colleagues, (iv) parents and commu-
nity);
- Research skills (skills to consume research-based knowledge);
- Awareness of the different dimensions of the teacher profession: social,
philosophical, psychological, sociological, and historical basis of educa-
tion and schools’ societal connections;
- Awareness about the different cross-curricular topics, such as topics re-
lated to human rights and democracy, entrepreneurship education, sustain-
able development, and globalization;
- Competence to act in the role of an “adult” in a classroom.
Expertise in generating novel ideas and education innovations
- A positive attitude toward continuous change, which requires tolerance
of uncertainty and new and innovative ways of thinking;
- Willingness to create a positive atmosphere supportive of creative pro-
cesses and curiosity, risk-taking related to classroom teaching and learn-
ing, and creation of educational innovations and, moreover, awareness
of the importance of this attitude for creative outcomes;
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- Competence for the implementation of creative processes, generation of
ideas, and evaluation of ideas related to classroom teaching and learning
and the creation of educational innovations;
- Research skills (skills to produce research based knowledge).
Competence for the development of their own and the school’s expertise
- A supportive attitude towards different occupational groups;
- Self-regulation skills and skills for control over the work (skills for self-
assessment);
- Competence for working in networks and teams, like multiprofessional
teams at the school site;
- Competence in curriculum design and as an innovator for pedagogical
approaches and learning environments;
- Ability to facilitate, coach, mentor, or train other teachers;
- Competence to reflect on their own personal pedagogical views (reflec-
tion for, in, and on action);
- Competence to use assessment outcomes for school development and the
ability to develop the school culture in different networks and partner-
ships with students, parents, other experts, and stakeholders;
- Competence for the development of their own expertise through reflec-
tive activities, research-based knowledge, mentoring, in-service training,
and seminars and workshops and is also willing to use this competence.
PROFESSIONAL NEEDS FROM TEACHERS’ PERSPECTIVES
Toom and Husu (2012) have also found that, although Finnish teachers have
strong master’s-level educations, pedagogical knowledge, and theoretical un-
derstanding of their work, pedagogical action and decision-making in practical
classroom situations are very demanding. Current research on Finnish teachers
has shown that interaction with pupils in socially and pedagogically challenging
situations constitutes the core of teachers’ pedagogical wellbeing but also cre-
ates stress and exhaustion. Success in both pedagogical goals and more general
social goals seem to be fundamental preconditions for teachers’ experienced
pedagogical wellbeing and satisfaction in their work. Teachers’ working envi-
ronments in Finnish schools have become more heterogeneous, and teachers feel
that challenges related to their pupils’ backgrounds, diversity, differences in
schools, and the role of schools have increased, and, thus, the implications for
their teaching and for their pupils’ learning has become more significant and
more difficult.
 Up until recent years and even now, Finnish teachers have been relatively
satisfied with their work at schools. In Finland, we have not experienced serious
attrition from the teacher profession, a surprising lack of teachers, or turnover
intentions or changes of profession after the first years at school, and this is
clearly a different situation than in both European and international contexts.
Only recently, Finnish researchers, the Finnish Teacher Education Forum (Min-
istry of Education and Culture) and the Trade Union of Education (OAJ), have
explored Finnish teachers’ and especially early-career teachers’ competences,
needs, and wellbeing in the profession from the viewpoint of teachers them-
selves, as well as from school principals (e.g., Harju & Niemi, 2016; Heikonen
et al, 2016). By exploring the needs from multiple perspectives, it is possible to
receive a more comprehensive picture of today’s school as a working environ-
ment and the teachers’ professional competencies required by it (cf. Toom,
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2017). It is a necessary basis for understanding the current situation and for im-
proving teacher education and mentoring structures and, thus, operations, inno-
vations, and developments at school.
 The empirical results of the recent studies (Harju & Niemi, 2016; Heikonen
et al., 2016; Lehtonen et al., 2017; Allas et al., 2016) show that the needs and
concerns of newly qualified teachers who have worked in the teacher profession
a maximum of five years are related to the social aspects and challenges of
teachers work, especially to the interactions with pupils inside and outside the
classroom, collegial interactions and co-teaching, and collaboration with par-
ents. These relate to the core elements of classroom management and co-regu-
lation of collaboration that become realized when teachers work. The Finnish
new teachers’ needs for support were especially related to pupils’ holistic sup-
port and work occurring outside the classroom. More precisely, new teachers
wished to receive more support or mentoring for acting in surprising conflict
situations, for example, when school bullying occurs or when trying to find a
constructive solution to a dilemma. Many aspects of competence can only be
developed through participating in activities in the working community (Knight,
2002). Thus, support at a school level is needed to foster new teachers’ confi-
dence to act in the complex situations encountered at schools.
 Newly qualified teachers found some pedagogical tasks and instructional re-
sponsibilities difficult, and they especially perceived differentiating one’s teach-
ing and modifying instruction to meet the needs of individual pupils really chal-
lenging. Finnish teacher education offers basic knowledge and skills for plan-
ning, conducting, and assessing instruction, but it might not necessarily provide
enough tools to teach a heterogeneous group of pupils with different needs. Dif-
ferentiation and modifying teaching according to pupils’ needs requires a deep
knowledge of the pupils and a thorough understanding of the possibilities to
teach them effectively. It also requires diagnostic competencies to identify pu-
pils with specific needs, understand how to support them, and be able to organ-
ize this in a pedagogically meaningful way within the group. In heterogeneous
classes, multifaceted knowledge and skills, as well as cooperation with col-
leagues, are often needed to support every pupil’s learning effectively. Manag-
ing this kind of classroom activities may be especially difficult. Pre-service
teacher education might provide theoretical knowledge about special and mul-
ticultural education, but even more practical training, experimentation, and
modelling these kinds of practices is necessary.
 There are studies revealing that teachers have a sense that they do not neces-
sarily have the relevant competences to do their work, and they are not always
aware of the impact and possible consequences of their actions and decisions
(Husu & Tirri, 2001, 2007). We may see that when teachers are allowed to work
as responsible professionals, they also need support in their work and in the
process of creating their evidence for improvements. The role of principals has
become very important in the Finnish system. They have pedagogical leadership
and a strong influence on how open and supportive their school climate is.
THE SCHOOLS AS LEARNING COMMUNITIES
In-service teacher education has many different forms in Finland. Officially,
there are three mandatory in-service training days for every teacher each year,
but these can be used in very different ways depending on local decisions. How-
ever, in many schools, teachers use much more time for their professional de-
velopment. According to the TALIS review (OECD, 2013), Finnish teachers
have less in-service training than teachers in other countries. This may be a real
result, but it may also be a consequence of projects that are not purely traditional
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in-service training but more school-based development projects. In the Finnish
educational system, local providers, the municipalities, or cities are responsible
for educational services. The local provider is also responsible for the quality of
educational services at the local level, and school development and teachers’
professional learning are often integrated.
 Teachers’ employers must provide resources for teachers’ in-service training.
Local providers can work together with state-funded projects of the Ministry of
Education and Culture and the Finnish National Board of Education, both of
which have funding calls for educational staff development. The municipality
or city and its local schools can also have a contract with universities and their
further education centers or private providers. They can also provide local and
school-based training using teachers’ expertise and peer-to-peer learning. The
memorandum of the Advisory Board for Professional Development of Educa-
tion Personnel (Hämäläinen, Hämäläinen, & Kangasniemi, 2015) discussed the
challenges and development needs for the professional development of educa-
tion personnel in the coming years. The aim was to ensure that teachers are pro-
vided with systematic and sustainable support for their development.
 The Finnish National Board of Education (FNBE) (Rajakaltio, 2014, p. 5)
emphasized the following core values for the development of teaching profes-
sion competences:
- Life-long learning
- Knowledge and research-based orientation
- Effectiveness
- Anticipation of future needs and competences in education
The teaching profession is a learning profession, and teachers are expected to
develop their work and profession throughout their careers. Finnish teacher ed-
ucation is based on a strong research orientation. This reflective and critical
knowledge creation approach is also important for in-service training. In Fin-
land, there is a strong movement away from individual in-service training days
toward more long-lasting development projects and programs that could be
more sustainable in their effects. FNBE (Rajakaltio, 2014) outlined that staff
training must integrate the latest research, knowledge from education evalua-
tions, new knowledge creation, and competence development.
 Most universities have education centers for teachers’ in-service training. It
is important that the research-based and research-informed orientation of pre-
service teacher education continues and that teachers can learn the most up-to-
date knowledge of their subject matters, as well as pedagogy, through in-service
training. The BA and MA programs have been planned to give teachers the the-
oretical and professional competences for managing their work in schools. Uni-
versity centers’ in-service training provide more projects and longer develop-
ment processes than short courses. The aim is that teachers critically reflect on
their own work and create small, design-based action research projects through
which they learn new competences and also share new ideas with their col-
leagues. The goal is for in-service training to have a positive effect on students’
learning and motivation, as well as teachers’ own professional growth and well-
being.
 The Advisory Board for Professional Development of Education Personnel




- Collect and combine the orientation and mentor training supporting the
initial phase of teachers’ careers and other necessary continuing education
for new teachers transitioning from studies to work into a nationwide
working entity.
- Reinforce teachers’ research-oriented work.
- In cooperation with their stakeholders, the higher education institutions
will develop long-term programs to enhance the professional development
of education personnel and new specialist trainings starting in 2015.
- Create a clear model of the education path that enables local variations;
the model will support the different career needs of managers and princi-
pals.
- Support the generation of peer-to-peer networks, ensuring learning the
professional competence required of the profession.
These aims outline state-funded in-service training that is only a complementary
subvention to the local providers’ organized in-service training. However, they
reflect the trends that have been establishing more holistic programs and pro-
jects. The earlier day-based and short-course-based trainings are no longer valid
in school communities that must face very complex situations. Different teach-
ers also have different needs, and that should be taken into account at local lev-
els.
SUMMING UP
Finnish society is facing many societal and cultural changes, such as migration,
multiculturalism, ageing, family structure changes, and development of technol-
ogy. Schools are becoming very demanding and complex environments. Teach-
ers have to manage all these changes and take an active role in raising serious
questions about what they teach, how they teach it, and the larger goals toward
which they are striving. Teachers need to view themselves as public intellectuals
who combine conception and implementation, thinking and practice in the strug-
gle for a culture of democratic values and justice. Teachers have a right and an
obligation to articulate educational needs and challenges in the society they
serve. The changing conditions and the high demands of the teaching profes-
sion’s emerging new requirements requires that teachers’ professional develop-
ment be supported and that teachers can grow in the high-standard profession.
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